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COMPLIANCE WITH TITLE Vl, CIVIL RIGHTS ACT OF 
1964 AND THE MODIF lED COURT ORDER, CIVIL ACTION 
5281, FEDERAL DISTRICT COURT, EASTERN DISTRICT 
OF TEXAS, TYLER DIVISION 

Reviews of local education agencies pertaining to compliance with Title 
Vl Civil Rights Act of 1964 and with specific requirements of the 
Modified Court Order, Civil Action No, 5281, Federal District Court, 
Eastern District of Texas, Tyler Division are conducted periodically by 
staff representatives of the Texas Education Agency, These reviews 
cover at least the following policies and practices: 

(1) acceptance policies on student transfers from other school 
districts; 

(2) operation of school bus routes or runs on a non -segregated 
basis; 

(3) nondiscrimination in extracurricular activities and the use 
of school facilities; 

(4) non-discriminatory practices in the hiring, assigning, pro- 
moting, paying, demoting, reassigning or dismissing of faculty 
and staff members who work with children; 

(5) enrollment and assignment of students without discrimina- 
tion on the ground of race, color or national origin; 

(6) non-discriminatory practices relating to the use of a student's 
first language; and 

(7) evidence of published procedures for hearing complaints and 
grievances. 

In addition to conducting reviews, the Texas Education Agency staff 
representatives check complaints of discrimination made by a citizen or 
citizens residing in a school district where it is alleged discriminatory 
practices have or are occurring. 

Where a violation of Title Vl of the Civil Rights Act is found, the 
findings are reported to the Office for Civil Rights, Department of 
Health, Education and Welfare. 

If there be a direct violation of the Court Order in Civil Action No. 
5281 that cannot be cleared through negotiation, the sanctions required 
by the Court Order are applied. 
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FOREWORD 



Concept Teaching in Social Studies has been 
prepared for all who develop and teach 
social studies because of the belief that 
there has been and continues to be a 
general need for a better understanding 
of the most fundamental ideas underlying 
conceptual teaching in the social studies 
classroom. It brings together the thinking 
of some of the more prominent educators 
who have addressed themselves in recent 
years to concepts and conceptual approaches. 

It is hoped that this bulletin will provide 
assistance in giving students a conceptual 
perspective in dealing with social studies 
content they will need to find meaning and 
personal satisfaction in the future. 



M. L. Brockette 
Commissioner of Education 
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One of the many challenges facing social studies edu- 
cators today is deciding what should be presented to 
the student for maximum educational value. The rapid 
rate at which knowledge is being accumulated in the 
twentieth century makes it impossible for a person to 
learn or t-^ch all known facts. Of necessity, teachers 
must know now to select course content that is signif- 
icant and transferable from one context or experience 
to another. 

. During the last decade a number of efforts have been 
made throughout the nation to revise social studies 
curricula in order to meet this challenge. A result 
of these efforts has been agreement atrong many social 
studies educators that social studies content should 
be organized around a framework of concepts and 
generalizations drawn from the various social science 
discipl ines. 

At the same time the national efforts were being under- 
taken an extensive study was conducted in Texas by 
Texas Education Agency staff members, the curriculum 
committee of the Texas Council for the Social Studies, 
study groups in Texas school districts, and staff mem- 
bers of the regional education service centers and many 
teacher education institutions The results of this 
study were incorporated into the Texas Education Agency 
bulletin. Framework for the Social Studies, Grades 
K-J2, which is intended to provide guidelines to Texas 
public schools in planning their social studies pro- 
grams and to serve as a basis for state adoptions of 
social studies textbooks. 

According to guidelines in the Framework, social studies 
content, particularly on the elementary level, should 
be planned within a conceptual framework to ensure 
transferability of knowledge and ideas from one context 
or experience to another. The move to a conceptual 
framework is reflected in state-adopted textbooks for 
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c 1 emen ta ry social studies and in el emen tary soc i a 1 
studies curricula throughout the state. Cc^y.cri't 
Tf:a<'hui-! Ik f'OctaL r^tiu-lici.^ has been designed particu 
larly with the elementary teacher in mind; neverthe- 
less, it can be of value to secondary teachers and 
teacher education students. 

This bulletin is not intended as a definitive study 
of the conceptual approaches to social studies. 
Rather, it is designed to capsulize much of the 
growing body of research and writing on conceptual 
approaches for the busy educator who is hard-pressed 
for time to collect and review all the pertinent 
literature relative to concept teaching in social 
stud ies. 




Many meanings are universal within a culture or 
society. Since most individuals within that society 
have a number of virtually identical experiences and 
have been m nearly the same environments, common 
experiences are categorized under similar labels or 
symbols. The meanings recalled by these labels or 
symbols are concepts. 

Concepts are abstractions that refer to a class or 
group of objects, qualities, actions, etc., possess- 
ing certain common characteristics. The concepts 
people develop are woven into their cognitive struc- 
ture-the way the individual has organized and labeled 
his or her own experiences. 

Because some individuals have had different experi- 
ences, they may have different concepts. For example, 
the terms ^eacher, classroom , and learning symbolize 
concepts with which social studies teachers have had 
much experience. These terms have commonality and 
universality that make them useful in communication. 
Such words as paradigm , mandamus , and heuristic 
however, are not so familiar to the same group "of 
teachers but are daily jargon to another group of 
people. ^ ^ 

To illustrate with a concept co.^mcn to social studies, 
natural resources, teachers listing names of natural 
resources will most 1 i kel y * i nc 1 ude several of the 
Items beiow. This is to be expected; somewhere in 
their formal or informal education they V-ve acquired 
a means for identifying natural resc>i»ce?. 



" ' ' 1 imestone 

vegetation soil 
^auxi te 

birds salt 



an i ma 1 s 
game 

air furs 



oi 1 
fish 
gold 

""O" ore water silver 



plants lead 
uranium trees 
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COMPONENTS OF CONCEPTS 



Attributes 

Why are the teachers* lists sirnilar to the above list? 
What do the listed items have in common? 

The first component of a concept is its attributes or 
characteristics. These common characteristics are 
the distinctive characteristics of things, events, 
ideas , or qua) i t i es . 

What are the attributes of natural resources? First, 
they are provided by nature. Secondly, they are 
usable by people--otherwise they are not resources. 
For example, uranium was not a resource for the 
American Indians because they did not have the tech- 
nical knowledge nor the need to utilize this mineral. 
However, as technology changed and the need for ura- 
nium increased, it became an important resource. 

All concepts have attributes which make them useful. 
But knowledge of these attributes varies among 
people depending on the extent of their experiences. 

(!onc*pet(:. rxpcri('n(*( i' provide common meanings for 
concepts, Because they can be experienced through 
the senses, rain and snow are concrete concepts; 
they are common to many environments. Ahaipact 
concu^ptsif ori the other hand, cannot be experienced 
directly through the senses. The more abstract 
the concepts are, the more diverse the meanings 
become. For example, the concept beauty varies 
widely ariiong individuals and cultures. 



C lasses 

The second component of a concept is the category or 
class In which things, events. Ideas, or qualities 
having the same or similar arfrlbutes are grouped. 
Scvcr»Tl classes could be Included under natural re- 




sources, such as animal, plant, or mineral resources 
Returning to the earlier listinq, we can now; classify 
the natural resources as shown [ •!, ;/: 



Concept 
Classes : 



Natura 1 Resources 

Animal resources Plant lesources 



furs 
game 
bi rds 
fish 



vegetat ion 
plants 
t rees 



M i nera 1 , 
resources 

water 
lead 
sal t 
a i r 
so i ] 

1 imestone 
gold 

! ron ore 
u ran i urn 
baux i te 
n ickle 
oi 1 

Categories are important because they permit communica- 
tion by referring to large classes of things without 
enumerating every item in the class. 

A concept is dependent upon the frame of reference in 
which it is used. Although animal resources is one 
class under natural resources, in another context it 
might be used as a concept, shown below: 



Concept : 
C lasses : 



A . ima 1 Resou i ces 





Game 


Bi rds 


Fish 


mink 


deer 


duck 


sard Ine 


beaver 


bear 


geese 


sal mon 


marten 


moose 


t iirkey 


tuna 


crmi ne 


duck 


bobwh i t (' 


white fish 


rabh i t 


geese 




hal i but 



E.ich of th(. items in the obovo listlnq may, in certnin 
context'., bv uu'.d o'i concepts. If birds were the con- 
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cept under consideration, the concept label for the 
classes might include listings by types of beaks, 
feet, wings, or natural habitat. It would seem that 
this branching could go to infinity, but actually it 
stops at the limit of an individual's experience. 

Concepts are important because they allow communica- 
tion of a large amount of information efficiently by 
helping to capsulize and categorize mear)ings. Mean- 
ings are recalled by the labels given these individual 
categories or classes. Such labels are referred to 
as symbols. 

Symbol s 

Symbols are another component of concepts. They give 
people the ability to communicate concepts readily to 
others. Soma symbo Is are verba 1 1 abe 1 s , word s or 
numerals which stand for words; others are pictorial, 
such as the heart as a symbol for love. There are 
also nonverbnl-visual symbols, such as the shoulder 
shrug, and nonver ba 1 -aud i tory symbols, such as a 
scream. But the symbol alone is not a concept. It 
is an agreed-upon way of referring to the concept. 
The meaning it recalls depends on both the real and 
vicarious experiences of the receiver. Real ex- 
periences are those in which an individual has direct 
involvement, such as a field trip to the State Capitol. 
Vicarious experiences are secondary experiences, such 
as activities experienced through reading a book or 
seeing a film about the State Capitol, or hearing 
so<neone tell about a trip to the State Capitol. 

Words are merely the verbal symbols for concepts. 
Emphasis on vocabulary is important, not for the sake 
of the words themselves, but to assist students in 
symbol i/inq, putting effective names on conceptions. 
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GEIMERALIZATIOIMS 



Developing labels for experiences so that they may 
be recalled easily is only one of the goals in the 
teaching of concepts. Another aim is assisting stu- 
dents to discover the relationships between concepts. 

A genevalization is the statement of relationships 
among concepts that has predictive validity in time 
and space. In other words, a generalization allows 
a meaningful relationship of concepts. From this 
relationship, one can predict what will happen in 
other situations. An example might be the concept, 
round. The concept is in our cognitive structure 
and we know that marbles, balls, beads, pencils, 
and other objects that can be categorized under the 
concept will roll when pushed or placed on an uneven 
surface. That generalization is useful as long as 
we understand the concept, roll. A pencil rolling 
is different from a ball rolling; however, both 
actions are generally classified as rolling. Given 
the generalization, round objects roll, what would 
you expect to happen when you place an oranqe on a 
table? 



RELATING CONCEPTS AND GENERALIZATIONS 

Both concepts and generalizations are built on ex- 
periences (illustrated in figure l), which can be 
either real or vicarious. All knowledge is built 
on experiences, from which individuals develop 
facts and discriminations. 

Facts are simply verifiable bits of information that 
can be used to support concepts and generalizations. 
They are limited in value because they describe one 
object, event, idea, or quality. One cannot get along 
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without facts, but the teaching of facts alone permits 
little wor thwh i 1 e 1 earn i nq . The f ol 1 owi ng are f ac t s 
on the di sposa 1 of was tes ; 



Some sewage remains untreated. 

Much sewage i s dumped directly into 1 oca 1 s t reams . 
The drainage from dumps ends up in streams. 

These statements are useless, however, unless they are 
related under the concepts, water resources, pollu- 
tion, and careless use. Moreover, these facts must 
be related to each student ' s own experiences. 




FIG. 1. HIERARCHY OF THINKING MODEL 

At this point teachers may wish to dispute whether 
the statements listed are facts or generalizations. 
There is room for d i sagreement here . Some facts 
are summaries of other facts. The term understrmding 
is often used to identify the bigger factual ideas; 
so discrimination between facts and generalizations 
is not necessarily a solution. The generalization, 
people often pollute water resources through careless 
use, may be used as an illustration. How is it re- 
lated to the generalization, people often waste or 
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destroy resources? The latter generalization is 
simply broader. It is a higher level of abstraction. 
Thus, there are differing levels of generality among 
concepts and generalizations. 

Unfortunately, the pr i nc i p 1 e- - 1 earn i ng is based on 
experiences--sometimes receives W t t 1 e at t en t i on in 
social studies classrooms." How does one explain the 
concept, pollution, :o students who have never ex- 
perienced -^ ench and filth or never found their 
favorite stream unfit for recreation? Would it be 
possible to relate the cc-cept to their experiences 
with a clogged drain, uncovered garbage cans in the 
summer, or water that has been in a flower vase beyond 
the time when the flowers should have been discarded? 

Teachers often make the statement; "Students cannot 
think inductively because they have so little back- 
ground knowledge." This statement is partially true. 
Students cannot think beyond their experience level, 
but neither can adults. Experiences are th-e base 
upon which thinking is built. 

At the apex of the thinking pyramid in figure 1 is 
the development of constructs. A construct is an 
organization of interrelated concepts and general- 
'/rations. It represents a complex organization of 
.-'^as placed together because of their usefulness 
explaining specific phenomena. For example, the 
'HOdel illustrated in figure 1 is a construct. 

Concepts, generalizations, and constructs all function 
within what is called the cognitive structure. The 
elements are hierarchically arranged because each 
higher element is based on the learnings attained at 
the lower levels. These meanings and experiences are 
capsulized in concepts which are developed through a 
process of distinguishing among pieces of information 
called facts. The higher levels of thi nking--general- 
izinq and developing const ructs--are dependent upon 
such conceptualizations. 
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The use of conceptual thinking offers a number of 
advantages to the learner. First, conceptual think- 
ing permits the student to deal with generalities 
rather than specifics. If we look at the generaliza- 
tion, people use the resources of the place v/here 
they live, we can use several categories of meaning 
without listing all the individual resources which 
are classified under animal, plant, and mineral 
resources. Moreover, the generaW zed people allows 
us to refer to all nations, levels of technology, 
genders, and times. Place is applicable to plains, 
mountains, and seashores. And generally the term 
une translates into changes to make useful. All of 
that meaning is a 10-word sentence which may be 
used either in thought or to communicate with others. 

Finding that this generalization is true in a few 
instances also illustrates another advantage of con- 
ceptual thinking: It allows the student to predict 
wnat will happen in new situations. Finding a tribe 
of primitives in a jungle or an advanced culture on 
some distant planet, scientists will be able to guiss 
rather accurately what raw materials they use by 
examining their physical culture. In other words 
knowledge of one culture is transferable to the study 
of other cul tures. 

The ability to generalize from one situation to another 
presents a third advantage: Students are able to gain 
a deeper knowledge of a situation because they are 
freed from redundant detail. Suppose a student has 
studied the concept, specialization, in economics and 
geography. This concept may be dealt with again when 
the student studies biology. The situation is 
different, but the student has the advantage of knowing-- 
without trial-and-error 1 earn i ng-t hat some organs per- 
form one task while others are performing different tasks 
The student doesn't have to list under heart the special 
task it performs or under lungs the special task they 
perform in order to understand specialized body functions 

17 
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The ability to conceptualize also allows the student 
the advantage of mentally manipulating situations to 
solve particular problems. We have learned through 
our experience with animals that many of them will not 
harm a person unless threatened. For example, while 
working in the yard one may notice a number of bees 
around the honeysuckle bush. The person may reason, 
"If I don't disturb the bush, I can weed the area 
around the bush without getting stung." Many children 
do not reason this way. They may lack the experience. 

The current information explosion, caused largely by 
rapid, large-scale technological advances, poses a 
major challenge to both teachers and students. Never 
before has there been such an overwhelming and impossi- 
ble amount of information to teach and learn. It has 
been estimated that more than 2,000 pages of newspapers, 
books, and reports are published throughout the world 
each minute. In other words, enough printed material 
to fill a thousand feet of bookshelves is published 
each day. Even if it were possible for students to 
memorize all this information, new discoveries and 
technological advances would make much of it obsolete 
long before they compl eted their task. 

Therefore, students must have some logical structure or 
system for organizing and ordering the overwhelming 
volume of random information and experiences, that face 
them. This is where concepts ^nter the teach i ng- 1 earn i ng 
picture. A curriculum organized around concepts can 
provide the structure to enable students to understand 
meaningful relationships and the stability necessary 
for students to meet the challenges of our ever changing 
world. Facts may change as new nations emerge, boundaries 
change, the U.S. Constitution is amended, major food 
sources change, and different value systems emerge, but 
concepts such as nation, freedom, democracy, scarcity, 
and values will remain part of the student's conceptual 
framework to which new experiences and information may 
be related. . 
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Although considerable research has been gathered on 
the nature of concepts and their role in learning, 
little has been done to translate the implications of 
this research into meaningful terms for the class- 
room. However, a number of principles are indicated 
by these studies that the teacher should keep in mind 
in order to facilitate the learning of concepts by 
the students. 



STUDENTS MUST BE ACTIVELY INVOLVED 
IN THE LEARNING PROCESS 

The teacher may identify a concept and have the stu- 
dent memorize what someone else thinks the concept is, 
but the learner cannot be expected to understand the 
various aspects of the concept. The chances are that 
knowledge of the concept will not go beyond the co.j- 
nitive level of recall. If higher cognitive levels 
are to be attained, the concept must evolve in the 
mind of the learner through a process of conceptual- 
ization. The role of the teacher, therefore, is to 
guide or facilitate the conceptualization process. 

Teachers have available a number of strategies to 
facilitate concept development. But, in almost every 
instance, there is a need for the student to work 
with both positive and negative examples of the 
essential facets of the concept. 

The following strategy is one example of how a 
teacher could guide students in developing the con- 
cept, resources: 

. Identify the concept. 

. Show the students several examples of items 

that are resources. 
. Show the students several examples of itqms that 

are not resources. 
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Show the students examples and nonexampl es of 
resources and have them select the examples of 
resources . 

Ask the students to explain why the examples they 
select a re re sou rces . 

If the students fail to identify or explain the 
relationships correctly, introduce additional 
examples and nonexampl es of resources . 



Another principle essential to understanding the 
development of concepts and general izations is that 
the proces s i s gradua 1 , cumu 1 a t i ve , and neve r end- 
ing. A student's understanding of a concept grows 
from the concrete to the abstract as each new ex- 
per i ence is related to pas t exper i ences and as the 
relationships are tested in a variety of situations. 
As these conceptual structures are formed, others 
created previously that are inconsistent are modified 
or put aside to accommodate the new ones. 

STUDENTS DEVELOP CONCEPTS AT DIFFERENT RATES 

The rate at which each student develops concepts will 
differ depending upon a multitude of variables such 
j's age, experience, motivation, and intelligence. 
Therefore, the number of different experiences 
necessary for mastery of a concept will vary from 
student to slucient . 



Although concepts and generalizations may be developed 
through t r i a 1 -and-er ror 1 ea rn i ng , wh i ch is cha rac te r- 
tstic of true inductive learning, this method of teach- 
i ng is usually too t i me consumi ng for the c 1 assroom. 



CONCEPT DEVELOPMENT IS A GRADUAL, 
CUMULATIVE PROCESS 



STUDENTS MUST BE LED TOWARD 
DEVELOPING CONCEPTS 
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Most of the so-called inductive approaches used In the 
classrooms today are really quided discovery approaches 
in which the student's attention is focused on certain 
attributes or characteristics during each learning 
episode. One procedure to accomplish this follows; 

. Determine whether the students understand the 
required conceptualization. 

. Focir, the students' attention on the desired 
attribute', or characteristics. 

. ria/v the students actively manipulate the data 
and ' ikc Inferences. 

. Assibi Llie students in evaluating their infer- 
ences. 

. Ask the students to general ize about what they 
have seeri-. * •■ * 

The student is hul , s tep- by- s tep , toward a conclusion. 
The direction the conclusion takes can be either open 
or closed, depending upon the purpose of the instruc- 
tion. 

A lear pccket developed by a teacher to show the 

influence of the Spanish culture on the culture of 
Mexico may serve to illustrate this approach. The 
concept the class is developing is cultural change. 
The generalization they are working toward Is; When 
cultures come into contact, changes occur. The 
teacher plans to develop the concept and generalization 
through a study of architectural styles. 

A cassette tape and several sets of pictures and sort 
cards are used to mediate the learning packet. The 
teacher begins with a pretest to determine whether 
the students beginning the packet already know the 
concept and generalization. The pretest also assesses 
the students' understanding of the concepts, contact, 
and culture. This is accomplished by having the 
students sort cards which are examples and nonexamples 
of the concepts in question. Their knowledge of 
architectual style is determined through selecting 
pictures which illustrate each style. 
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The tape is ubid to give directions to the students, 
who are instructed to stop the recorder each time a 
task is assigned and start it again when the task is 
compi eted . 

The first instruct ior.o! activity is to present the 
answers to the prete.: in such a way that the students 
receive knowledge concerning their test results and 
information on the building styles of the Indian, 
Span i sh, and Mex ican cultures. The next step requires 
the students to classify three pictures of architec- 
tural styles and to c1 assify each as Indian, Spanish, 
or Mexican architectural styles. The students are 
then allowed to test their inferences and are provided 
feedback to assure them that the focus is on the 
proper characteristics. 

Next, the students are asked: "Now that you have com- 
pleted this activity, what can you tell about the 
effect one culture has on another when the cultures 
come together? Are there e*.d<^7les of this in your 
hometown today? Be sure ) expi Mn your answer to 
last question." 

Most of the students who complete the packet will 
answer: 'VL .nanges their way of life." That's 
p»etty close to the generalization the teacher is 
attempting to achieve. 



STUDENTS REQUIRE A WIDE VARIETY 
OF EXPERIENCES 

In order for students to learn, textbook content must 
be related to the students' experiences. After all, 
if students are really learning social studies, learn- 
ing about themselves, their environment, their en- 
vironment's relationship to humanity, and people's' 
relationship to people, then the students' environ- 
ment must be placed in the forefront. 
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The textbook is only one of ninny rosoiirces <ivoiloblu 
to tht' teur'' ,ind should be used accordinqly. Ttie 
teach-T choulu select only those portions of the book 
th.it fit the needs of the students. The textbook is 
also a !:ie(Jiatinc} device thot can be used when it fits 
inio the teacher's instructional plnn. It can be 
»ised as a beginninq source, and portions of it can be 
used for culmination. Basically, however, it is 
si :m»Iv .ii-rher instructional tool. Although textbooks 
are import an L i n format i onal re sou rces , pictures, 
graphs, maps, and a variety of experiences are equally 
important to the instructional process. 



STUDEN'TS MUST BE HELPED TO ORGANIZE THE DATA 
FROM WHICH THEY ARE TO DEVELOP 
CONCEPTS AMD GEIMER ALIZATIOIMS 

Teachers must us<f skill in recording information 
where students can see It. Many teachers make out- 
ii-es, but an outline is only one organizational 
tool. Lists, charts, flowcharts, graphs, diagrams, 
and tables are others that are even more useful to 
students. These tooU place information in front of 
students where they ran group, label, rearrange, 
compare, contrast, and determine cause and effect. 
Teachers should use chalkboards, bulletin boards, 
chart stands, etc. to get the information students 
gather in front of them for their examination. 

Without helping students to organize data, teachers 
cannot really lead productive discussions and the 
students cannot explore ideas, evaluate facts, or 
draw conclusions; nor can the class really examine 
some of the assumptions that they have made in 
reaching a conclusion. 



In summary, one of the major goals of social studies 
education is teaching students to think. To accomplish 
this goal, teachers must focus on the tools of thought; 
facts, concepts, and generalizations. 
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Two strategies for teaching concepts and general- 
izations frequently used in the social studies class- 
room will be discussed in more detail in this section. 
It should be emphasized that neither of these strat- 
egies is suggested as the best way to teach. The 
most successful teacher may incorporate both strat- 
egies. 



THE DEDUCTIVE STRATEGY 

The deductive strategy or approach is characterized 
by the introduction of the concept or generalization 
at the beginning of the instructional sequence. 
Later the student is presented with a number of 
examples or experiences and is afforded the oppor- 
tunity to verify the concept or generalization. 
Generally the deductive strategy includes the follow- 
ing steps. 



A Model for Mastery 

^rom the beginning the student is given an idea of 
what is to be achieved--a model for mastery. 
Generally, in social studies, these models are of 
three types: informational, skill, and attitudinal. 
The informational model is used to give direction 
to the student in securing and using specific infor- 
mation such as outlines for oral reports or ques- 
tions. An outline may also be classified as a 
skill model if it is designed for general purposes 
such as an outline of the correct form for a para- 
graph. An attitudinal model is used to demonstrate 
how people who hold certain attitudes behave in 
selected situations. This model lends itself well 
to the use of role playing and simulations. 
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1 nformat i on 



As the deductive strategy is implemented it soon be- 
comes apparent that the various steps cannot be 
neatly separated into categories. As the students 
move from one step to the next, the teacher often 
will find it necessary to provide additional infor- 
mation in order for the students to achieve success. 



Act i ve Response 

After the students are provided a model for mastery 
and needed information, the teaching sequence is 
usually broken down into activities that encourage 
active response from the- students . 



Knowledge of Results 

Students need knowledge of the results of their 
efforts in the learning of information, skills, and 
attitudes so that a comparison of their understanding 
can be made with the model for mastery. 

Gui dance 

With knowledge of results, the students are able to 
continue progress toward their objective with the 
gu i dance of the teacher . The major rol e of the 
teacher is to diagnose any difficulties the students 
may be having, identify ways of correcting the diffi- 
culties, and supply additional information when the 
students are ready for it. The teacher must be care- 
ful not to provide too much information for fear of 
creating confusion. The important principle is to 
supply only the information needed to complete the 
task or solve the problem. 

Perhaps an example of a demonstration which follows 
the deductive teaching strategy will provide a betf-er 
understand i ng . 
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The teacher initiates a social studies-science unit in 
the third grade classroom and selects a field trip as 
one of the learning experiences. The following de- 
monstration is presented in preparation for the field 
trip. Objectives: 

Looking at a simple compass card, each student 
will be able to identify the four cardinal 
d i rect ions . 

Looking at a compass needle, each student 
will be able to read each of the indicated 
cardinal directions. 

When asked, each student will be able to 
explain why he or she must make sure that 
there are no metal objects nearby when 
taking a compass reading. 

The teacher begins the lesson by asking each student 
to list the four card inal compass direct ions on a 
sheet of paper. As the students start to work, the 
teacher goes from table to table checking the stu- 
dents' papers. Of course, this activity is really a 
pretest to determine whether the students know the 
concepts . 

Finding that two of the students did not know 
these concepts, the teacher sends them to a 
tape recorder to work with programmed ma- 
terials adapted from a children's publica- 
tion and then continues with the rest of the 
class, "This morning we are going to learn to 
read a compass." 

Then the teacher places a compass on an 
opaque projector so that the entire class is 
able to view it on a screen and tells them, 
"By the time we are finished this morning, 
you will be able to show me north, south, 
east, and west on a compass. You will all 
be able to find these directions for yourself 
from compass readings." 




Returning to the projector, the teacher 
uses a pointer to indicate the cardinal 
directions marked on the compass card. 

"I'd like for you to mark these directions 
on the compass I've drawn on your papers. 
Would you do that for me, r>)ease?" Again 
the teacher moves around che room checking 
papers. (One of the two students working 
at the tape recorder finishes the task. 
The teacher briefly checks his or her paper 
and asks him or her to be seated and to 
work on the same task the other students are 
now doing. The teacher then proceeds.) 

"That's very good! Reading the compass simply 
means that we say or write down what the com-' 
pass shows us with its needle. Notice that 
this needle is made like an arrow." 

The teacher continues, "In order to read the 
compass correctly, we must place north under 
the head of the arrow." Then the body of the 
compass is turned to align the needle and the 
compass card. "Now the arrow is pointing 
north," the teacher notes. 

"But that's not north," one of the students 
repl ies. 

"That is North, Bobby," the teacher re- 
sponds. "I'm making my compass read in- 
correctly by placing it on this metal pro- 
jector. Watch what happens when I place 
this metal weight on the projector." 

As the needle direction changes the teacher 
focuses the attention of the students to 
the new compass reading. 

"Which way does our compass say north is 
now? Please draw a needle on the second 
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compass I have drawn on your papers. Be sure 
to draw it in the same direction as the one 
on the screen. Since you cannot turn the com- 
passes I hciv'e drawn for you, draw the four 
directions as they appear when I turn my com- 
pass to the proper directions." Again the 
teacher»walks around the room checking the 
students ' answers. 

"Who can tell us why this metal weight and 
this projector make my compass read in- 
correctly? Theresa." 

"Because they are metal," Theresa replies. 

"That's partly true," the teacher encourages. 
"Is that the only reason?" 

"Is the metal weight a .nagnet?" Sylvia 
quer ies . 

"Yes, it is." The teacher pauses to see 
whether Sylvia can continue the analysis 
alone. After a rather long pause, the 
teacher poses another question: "What part 
of the compass is a magnet?" "It must be 
the needle," Jerry answers. 

The teacher continues with the demonstration, 
providing several opportunities for the stu- 
dents to locate the other cardinal directions. 
Later, the teacher plans to provide the stu- 
dents opportunities to practice reading a 
compass on their own. 

In the above strategy the teacher is attempting to 
supply the students with information and skills by 
providing the principles and illustrating these prin- 
ciples with examples. The steps in the deductive 
procedure are : 
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prov id I ng a mode 1 , 
providing information, 
allowing active response, 
providing knowledge of results, 

guiding the students toward the modeled performance. 

THE INDUCTIVE STRATEGY 

Whe reas the deductive st ra t eg y begins with general" 
izations and proceeds to specifics, the inductive 
strategy works conversely, beginning with specifics 
and proceeding to generalizations which are tested. 
One of the leaders in adapting the inductive strategy 
to the teaching of concepts was Hilda Taba. Her re- 
search paved the way for a number of strategies de- 
signed not only to teach concepts and facts but also 
to facilitate the construction of student concepts. 

These strategies grew from a concern to improve the 
level of thinking in the classroom by stimulating the 
various cognitive processes. Taba believed that the 
thought processes operate in sequential order, build- 
ing from the concrete to the abstract, and that each 
skill involved in the thought processes depended upon 
the mastery of the skills that preceded it. Therefore, 
the student must master the simpler thinking skills 
before mastering the more complex ones. 

Taba concluded that it was possible to teach students 
to think at a higher cognitive level if the teaching 
strategies followed the proper developmental sequence. 
The major role of the teacher is to use questions and 
other techniques to guide the students through the 
sequence, keeping in mind at all times that the skills 
involved in each step or stage of development must be 
mastered before the student may proceed to the next 
one . 

According to Taba, the sequence for developing concepts 
is in three stages: 
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Brainstorming or identifying and listing data 
Grouping or classifying 
Label ing, conceptual izing 

The purpose of the first stage is to bring the various 
aspects of a concept into view by listing and identify- 
ing relevant data. For example, assume a second grade 
class is studying the concept, supermarket. To elicit 
responses the teacher might ask such questions as: 
What do you see when you go to the supermarket? What 
do you buy when you go to the supermarket? What would 
you need if you were to open a supermarket? 

In many instances students will not have the experi- 
ences or information necessary to brainstorm about 
more abstract concepts. Therefore, the teacher may 
find it necessary to provide a learning experience de- 
signed to give examples of the concept being intro- 
duced. One approach the teacher could use with the 
concept, supermarket, might be to begin by showing 
the students photographs of supermarkets and asking 
them to identify what they see in the photographs. 

Once the various aspects of the concept have been 
listed, the students must then categorize them 
according to common features. For example, the 
teacher could ask: How can the photographs of the 
various items we found in the supermarket be organized 
into groups? Do you see some items on our list of 
things we need to start a supermarket that belong to- 
gether in a group? 

The next step is to label the categories with a term 
describing the element that they hold in common and 
determine any relationships the categories may have. 
Once the students have established the various re- 
lationships among categories, they may develop a 
mental diagram of these relationships and the hier- 
archial order of the items. 

The result is a concept, or a mental image of what the 
students have been working with. The teacher could 
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elicit student response with such questions as ; 
What would you call each of these groups of items? 
What does each of the items in the group have in 
common? What are the relationships among these 
groups? 

After they are introduced to a concept, students then 
work with additional data to reinforce, broaden, and 
refine their image of the concept. 
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It is not uncommon for a teacher to perceive evalua- 
tion strictly in terms of student behavior. However, 
teacher behavior and the curriculum also should be 
considered. 

In order to understand the role of each of the three 
aspects, teach i ng- learni ng must be considered an 
interactive process. The teacher's behavior in- 
fluences the student's behavior through the curric- 
icuJum — the planned activities that take place in 
the classroom. Selecting a specific lesson which 
is mediated through a film requires the student 
and the teacher to play certain roles to ensure suc- 
cess of the lesson. Teaching, then, Is an inter- 
act i ve act i vi ty . 

As professionals, teachers sometimes find it diffi- 
cult to analyze themselves or to allow others to 
analyze their teaching behavior. Team teaching can 
help as long as team members remain open with each 
other. If teachers use specific strategies like 
those discussed on the preceding pages, someone whom 
they trust can objectively critique their teaching 
because the steps are easily identifiable. Another 
approach is to use a self-checklist such as the one 
on the following page. 



All three interactants are shown in the checkl i st . 
The statements are presented from the teacher's point 
of view, but the central focus of the eva I ua t i on is 
directed toward the component being evaluated. 
Analyzing teacher behavior first necessitates analyz- 
ing what the teacher does to facilitate student parti- 
cipation. 



ANALYZING TEACHER BEHAVIOR 
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Conceptual Teaching Evaluation 
Checklist 



Teacher Behavior: 

1. Do I ask student' to clarify 
their ideas? 

2. Do I give too much information? 

3. Do I furnish information at 
appropriate times? 

4. Do I help students evaluate 
their conclusions ,by encouraging 
wide participation in the class? 

5. Do I present adequate models of 
mastery? 

Curriculum: 

6. Do I allow students to present 
their ideas and data? 

7. Do I depend entirely on written 
material as a source of data? 

8. Do I use group procedures to 
gather data? 

Student Behavior: 

9. Do I provide students adequate 
knowledge of results through 
regular evaluation? 

10. Do I diagnose student's problems 
in a teaching episode? 



11. Do I make room for individualized 
help? 




Active student participation requires the clarification 
of information presented. People definitely have 
different ways of perceiving things— conceptual izing. 
This becomes apparent when data is presented and 
clarified. The only w^y a teacher can be sure that 
everyone continues to participate is to be ensured 
that every student knows what is happening. The 
teacher can accomplish this through the clarifica- 
tion of ideas, "What do you mean by ? 
Could you explain that a little?" 

If the teacher is talking, the students are not. 
If students are to actively learn concepts and 
generalizations inductively, they must be given an 
opportunity to interact with the teacher, not. merely 
to listen to the teacher's id^as. 

The interplay of ideas among students is also ex- 
tremely important. Adults do not see the world as 
children do. Students can learn a gr'^it deal about 
themselves by listening to other studr.uS. Never- 
theless, the teacher must be there to encourage wide 
participation. Often, the teacher must resist tne 
temptation to interject an idea to spjfd the process 
in favor of waiting and encouraging par t i c i ^^-at ion , 
bringing the challenge of add i t ^ data from the 
class. This process does much rT.ore fo; the students' 
egos than receiving more information r rom the teacher. 

Item k on the se 1 f -eva 1 uat i on r.hecklist concerns 
helping students evaluate the:r conclusions, "What 
assumptions are you making? What facts are you 
using to support that position? Why do you think 
that is true?" All these questions help students to 
think logically and critically. Such queries should 
become a part of the classroom dialog. 

Often models of mastery are the source of good group 
work. Most students do not come to school with the 
skills necessary to work well in groups. They must 
learn group problem-solving techniques. A combination 
of the deductive and inductive strategies in teaching 
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good group work will produce the skill level required 
Here, too, the knowledge of results comes 'nto play. 
Students must know how well they have done. Groups 
who work well together have focused on their progress 
as group participants. . Tne teacher who stops a group 
at the end of the work period and praises it for its 
success is giving the students know I edge of resu I t s . 
Such act i on both rewards and mot i vates . Th i s is the 
kind of classroom in which one will find a great deal 
of group unity. The students have made it, or they 
are progressing toward a goal together. This growth 
is vitally dependent upon the facilitative behavior 
of the teacher. 



One of the major implications of conceptual learning 
is that it must be active. Students must form their 
own concepts and gene^^a I i zat ions . The teacher's 
tc\e is to provide them with the real or vicarious 
^experiences that will permit learning. That is why 

teacher must focus on the student as the presenter 
of ideas. 

These ideas cannot be taken solely from written ma- 
terials. Taba's research indicates a very low cor- 
relation between a student's ability to think ab- 
stractly nnd his or her I .Q. as measured by group 
tests. The reason for this apparent discrepancy, of 
course, is the fact that scores on group I.Q. tests 
depend on the students' ability to read. To allow 
all students to actively gather data and analyze it, 
nmphasis should be upon work in small groups and the 
use of a v/ide variety of print and nonprint materials. 

For a number of years educators have acknowledged 
that slutlents learn at different rates and have had 
differing kinds of experiences, but In many instances 
students are still expected to be able to use spe- 
cific concepts with equal ability. However, the use 
of Icjrning centers allows some flexibility that was 
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difficult to achieve with earlier management tech 
nlques. 



ASSESSING STUDENT BEHAVIOR 

With the advent of learning centers student evalua 
tion has moved away from the paper-and-penc i 1 test 
toward a variety of instruments. Such tests are 
often graded and recorded individually by the stu- 
dents, providing them with continuous knowledge of 
results. Many of these tests also are fun for the 
students to complete. Following are some examples 

One teacher was interested in having students 
list the natural advantages of Texas under 
the proper headings. Students were asked 
to make a mobile of the items. When the 
answers were correct the mobile would be 
properly balanced. If the answers were 
wrong the mobile would be out of balance. 
This simple technique did both test and 
Instruct . 

Attempting to teach students the sequential 
order of events in meat production, a teacher 
drew railrcci engine and boxcars on a series 
of cards. Each card was also labeled as a 
step in the production sequence. When the 
students completed placing all the cars 
on the train, they could check their answers 
by a code printed on the back of the engine. 

A group of teachers produced a game similar 
to Monopoly on the settlement of West Texas. 
They designed reward cards: money, a house, 
a farm, a ranch, seed, and cattle. They 
also had obstacle cards: Indian raids, 
diseases, sandstorms, floods, tornadoes, 
and range fires. After the game was com- 
pleted, the students were asked to tell 
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about some of the problems and frustra- 
tions the pioneers encountered. 



For a completion test a teacher developed 
a unit summary story with blanks where 
important concepts were to be furnished. 
Although the result looked a little like 
rebus writing, the motivation it provided 
students was exceptional. Another ingenious 
device which also tested for important con- 
cepts was a matching wheel. Along with the 
wheel were 12 clothes pins. On a piece of 
paper attached to each pin the teacher had 
written an important concept which was ex- 
plained on the wheel. To get the right 
answer, the students had to clip the con- 
cept on the proper explanation. When the 
wheel was turned over, the concepts were 
numbered correctly in a series. 

Assessing student progress and determining whether 
students need a lesson sequence are only two of the 
purposes for pretesting. A third reason for assess- 
ment is to determine whether a certain lesson or 
sequence of lessons fit student needs. Al hough many 
units of instruction are logical and educf lonally 
sound, thvy are pointless unless their purposes and 
objecti;<'. -11' in line with the needs of the students 
Remember, Lfiose needs include knowledge, skills, and 
value explorations. The greatest difficulty most 
teachers have in analyzing individual problems is 
seeing the subskills required in a student's achieve- 
ment of a major skill. The question the teacher 
should ask is, *'What does the student need to be able 
to perform this skill?" In addition, teachers should 
become familiar with a taxonomy of skills such as 
Benjamin Bloom's. Bloom organizes skills into knowl- 
edge, comprehension, appl icat ion, analysis, synthesis 
and eva 1 uat ion . Using such a taxonomy , teachers can 
diagnose learning tasks to determine individual needs 




Determining the problem is only one step in diagnostic 
teaching. The second step is treatment. Again a 
taxonomy may help. Suppose a student cannot select 
the words that describe natural resources from a 
list of 10 words. Using Bloom's taxonomy, the teacher 
knows that this is an application task which requires 
a fairly high skill level. Since the student cannot 
perform at this level, the teacher must test his or 
her comprehension and knowledge levels. For example, 
the student who can tell the teacher what a resource 
is only by using the words that the teacher has fur- 
nished is performing at tt- memory level of thinking. 
Therefore, the teacher must lead the student to 
generalize from the items that have been memorized to 
other Items. The student must be able to identify 
resources In a new setting. 



In summation, the evaluation of conceptual teaching 
must be viewed more broadly than merely in terms of 
the assessment of student behavior. Equally im- 
portant to the process is an analysis of the curric- 
ulum and teacher behavior. 
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Numerous articles, books, and parts of books deal with 
concepts and concept teaching and learning in social 
studies. The following list is not intended to be 
comprehensive; it merely identifies some publications 
which may be extremely useful to those interested in 
further study about concept teaching and learning. 

Beyer, Barry K. , and Penna , Anthony N., eds. Concepts 
in the Social Studies. Washington, D.C.: National 
Council for the Social Studies, 1971. 

A collection of articles by leading educators in 
concept learning and social studies teaching. 

Bloom, Benjamin S., ed. Taxonomy of Educational 
Objectives: Handbook I^-Cognitive Domain. New 
York: David McKay Co., 1956. 

Presents the basic theoretical framework and 
outline for the classifications of objectives and 
test questions. 

Brandwein, Paul F. Toward a Discipline of Responsible 
Consent: Elements in a Strategy for Teaching the 
nonial Sciences in the Elementary School. New York: 
Harcourt, Brace 6 World, Inc., 1969. 

Presents a discussion of concepts, concept-order- 
ing, concept-seeking, and the interplay of concepts 
and values. 

Fancett, Verna S. Social Science Concepts and the 
Clasfjroom. Syracuse, N.Y.: Social Studies Curric- 
ulum Center, Syracuse University, 1968. 

Reviews several definitions of concepts and dis- 
cusses inquiry. 

Joyce, Bruce R. ; Weil, Marsha; and Wald, Rhoada. 
Three Teaching Stratngien for the Social Studies. 
Chicago: Science Research Associates, Inc., 1972. 

Contains an extensive section on concept learn- 
ing; designed to help teachers create vital social 
studies programs in their classrooms. The section 
emphasizes the nature of concepts, planning con- 
cept attainment exercises, and concept formation. 
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Martorella, Peter H. ^'cmccpt Learminn in thr Social 
i>tiiiu:i;: Mo^ieli-: for oirmcturing Curvioulim. 
Scranton, Pa.: International Textbook Co., 1971. 

Contains an extensive review of the research on 
concept 1 earn i ng . 

Morrissett, Irving, ed . Corioeptc (2nd Structure in 
^.■ric :Jcw [yocridl Scieyi<'-e Ciwricula. New York: Holt, 
Rinehart and Winston, Inc., I967. 

A collection of conference papers which focuses 
on concepts In the social science curr icul um--spe- 
cifically on concepts and the structure of knowl- 
edge, organizing a curriculum around concepts, and 
the relationships among concepts, process, and 
va 1 ues . 

Price, Roy A.; Smith, Gerald R. ; and Hickman, V/arren 

L. Majov Concepts for the Social Studies. 

Syracuse, N.Y.; Social Studies Curriculum Center, 

Syracuse University, I965. 

Presents brief descriptive statements of a 

selected number of substantive and value concepts 

drawn from the social sciences. 
Rooze, Gene E., and Foerster, Leona M. Teaching 

Slcrientarnj Social Studies: A New Perspective. 

Columbus, Ohio: Charles E. Merrill Publishing 

Co., 1972. 

Contains two chapters which present an analysis 
of the found at ionci 1 disciplines of soc ial s tud ies 
content and provide a process model through which 
the teacher can develop a conceptual instructional 
plan. 

Taba, ^Hilda. Tcachrrs' Handbook for Elementary 
:'oc'.^xl Studici^, Reading, Mass.; Add i son-Wes 1 ey 
Publ ishing Co. , 1967- 

Contains sections on the use of basic concepts 
for structuring content and concept formation as 
a teach i ng st rategy . 

Tanck, Marl in L., edited by Dorothy McClure Fraser. 
"Teaching Concepts, Generalizations, and Constructs 
Sr^cf.al S>t.\idi('n Cuvriculim Development: Prospects 
>;>J Pvcldcms. Washington, D.C.: National Council 
for the Social Studies, I968. 

Article is directed entirely to concept learning 
i n the soc ial stud i es . 
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Wehlage, Gary, and Anderson, Eugene M. Social Studies 
Curriculum in Perspective: A Conceptual Analysis. 
Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1972. 

Provides an analysis of the fundamental elements 
found in the social studies curriculum, including 
concepts and genera 1 izat ions . 

Womack, James G. Discovering the Structure of Social 
Studies. New York: Benziger Brothers, 1966. 

Focuses on the types of social studies generaliza- 
tions, functions of generalizations, and the re- 
lationships of concepts to generalizations. 
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